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INTRODUCTION
In a 2005 survey conducted by the U.S. Department of Education, 91.9% of Caucasian
pre-kindergarten children ages 3-5 were read to by a family member at least three times or more
a week, compared to 71.8% of Hispanic pre-kindergarten children. Literacy rates are the lowest
among the Hispanic population compared to children whose parents identified themselves as
white, black or Asian-Pacific/Islander. Studies have shown that children who are at risk for
failing to learn how to read include non-native speakers of English (Snow, Burns & Griffin,
1998). The differences between Hispanics and the other ethnic groups may be attributed to not
being provided with opportunities to have rich, authentic literacy experiences. Some reasons for
these differences may include: parents not having acquired knowledge related to engaging in
shared reading with their children, parent education, low socioeconomic status which can
contribute to a lack of funds for purchasing books, and not being able to set aside time to engage
in shared reading due to work responsibilities. A recent study of the Office of English Language
Acquisition (2002) reported that an estimated 4.5 million children enter U.S. schools with limited
proficiency in reading and writing in English. Perhaps if Hispanic children are provided with
books and shared reading experiences with an evidence based instructional method, literacy rates
among the Hispanic population may rise.
Learning Two Languages
Children who are learning English as a second language (ESL) experience difficulties
with reading and this may be attributed to acquiring two language systems simultaneously (Brisk
& Harrington, 2007; Gutierrez-Clellen, 1999). If a child has a proper foundation in his/her
dominant language and has fully acquired the language, then it is estimated that a child has
anywhere from seven to twelve years to learn another language proficiently from point of
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initiation of second language (Bialystok, Luk, & Kwan, 2005). The child will be able to transfer
any language skills learned (including those related specifically to reading) from one language to
a different language only if he/she has a dominant first language. Thus when the child is
learning and acquiring a second language it is also invaluable to immerse children in a rich print
environment in the language they are trying to acquire and help the child as needed so they have
exposure and many opportunities to learn the second language proficiently (Fitzgerald, 1993;
Elley & Mangubhai, 1983).
Parental influence
There are some groups of children, such as those whose first language is not English,
who may not experience lap reading to the extent that mainstream American children do. One
contribution may be the parent‟s lack of acquired knowledge on how to engage in shared reading
with their children. Parents may not feel comfortable reading aloud to their children due to lack
of proficiency in the English and/or Spanish Language. Because modeling reading by caregivers
is important for literacy development (Wells, 1985) the ability to feel comfortable sharing stories
with children is essential. Many Hispanic parents may have not obtained a higher education after
high school and their reading activities with their children may be minimal (Ortiz, 1986). This
deficit in education, in turn, may have negative consequences when children enter school and
begin to have difficulties reading. Even if parents would feel more comfortable sharing stories
with their children in Spanish, there is a limited availability of children‟s storybooks in Spanish
(Pucci, 1994; Pucci & Ulanoff, 2004).
Another aspect that many caregivers may be confronted with is having two jobs to
support their family. This may result in not having enough money or time to provide their
children with a rich print environment. Reading proficiency is achieved through many early
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experiences with literacy, repeated exposure to books and parent-child interaction in the early
preschool years.
The Home Environment
The home literacy environment has a subsequent effect on later reading proficiency and
academic success (Snow, Burns & Griffin, 1998). Studies have shown that when children are
read to daily, their chances of achieving academic success and becoming proficient readers are
much greater than those who are not exposed to reading at a young age (Teale, 1984). Not only
does early exposure to reading promote later reading proficiency, it also assists in language
development and vocabulary acquisition (Senechal et al., 1996; Senechal & Cornell, 1993;
Senechal et al., 1998; Bus, van IJzendoorn & Pellegrini, 1995; Crain-Thoreson & Dale, 1992;
Justice, Meier & Warpole, 2005). Children who engage in shared reading with their caregivers
are building their knowledge of the world. The caregivers act as mediators and help tie the
connections of print to their child‟s background knowledge (Mason, 1992; Fontaine, 1985). The
relationship that exists between a child and caregiver during the reading process is a powerful
aspect of language development (Crain-Thoreson & Dale, 1992; Mason, 1992; Menyuk, 1999;
Wells, 1985). The child is being instructed in a formal manner and is being exposed to the
appropriate use of language which then transcends into appropriate and effective written
language (Brisk & Harrington, 2007 p. 92).
Dialogic Shared Storybook Reading
A type of instruction that promotes vocabulary and language growth is Dialogic Shared
Storybook Reading (DSSR). DSSR is an interactive approach which empowers children to
become the storyteller over time by actively participating while engaged in shared storybook
reading through labeling, commenting and questioning (Zevenbergen & Whitehurst, 2003;
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Gormley & Ruhl, 2005; Morgan & Meier, 2008;). DSSR techniques have been experimentally
provided to parents to test the hypothesis that practice in using language and feedback regarding
the effective use of language while scaffolding adult-child interactions will facilitate and
promote language and vocabulary development (Whitehurst et. al., 1988; Zevenbergen &
Whitehurst, 2003, Whitehurst et al., 1994a, Whitehurst et al., 1994b).
One of the first proponents of the specific DSSR techniques was Whitehurst et al. (1988).
Whitehurst et al. (1988) proposed that a dialogic interactive approach during shared reading
between the parent/child dyad would encourage language and vocabulary development based on
three general principles. They include a), use of evocative techniques by the parent(s) that
encourage the child to talk more, b) the parent(s) providing appropriate feedback and c) directing
the use of the techniques to the child‟s ability and following their Zone of proximal development
(Vygotsky, 1978). The techniques are typically used for preschool children between the ages of
two to four (Zevenbergen & Whitehurst, 2003). There are a total of nine techniques which are
divided into two sections. The last technique which is emphasized in both sections is to always
have fun and take turns.
The first six techniques are to be used with children between the ages of two to three.
They include 1) ask „what‟ questions and label objects in the book, 2) follow answers with
questions, 3) repeat what the child says, which serves as reinforcement, 4) help the child as
needed, 5) praise and encourage, and 6) follow the child‟s interest. The second sets of
techniques are used mainly with four to five year olds, which encourage the child to become an
active participant while engaged in shared reading. They include 7) ask open-ended questions,
and 8) expand what the child says.
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Two acronyms have been developed to help the caregiver remember the techniques. The
first set of prompts are sequencing of prompts. The acronym PEER stands for prompt, evaluate,
expand and repeat. The second sets of prompts are used while engaged in dialogic reading. The
acronym CROWD stands for completion, recall, open-ended, WH- questions and distancing.
Together, these two sets of prompts expose the child to an authentic reading experience while
tuning into what they already know and understand about the world around them and engaging in
shared reading with their caregiver(s) (Zevenbergen & Whitehurst, 2003; Morgan & Meier,
2008).
Literature regarding the implementation of the DSSR techniques has shown greater
language gains versus caregivers simply reading a story aloud verbatim to the child (Whitehurst
et al., 1988, Whitehurst et al., 1994a; Whitehurst et al., 1994b; Gormley & Ruhl, 2005; Morgan
& Meier, 2008; Hargrave & Senechal, 2000; Zevenbergen et al., 2003). Studies have also shown
an increase in expressive language when comparing pretest and posttest standardized scores
(Kotaman, 2008; Hargrave & Senechal 2000; Whitehurst et al., 1988; Whitehurst et al., 1994a;
Whitehurst et al., 1994b). A study conducted by Zevenbergen, Whitehurst & Zevenbergen
(2003) examined the narrative skills of children in a Head Start reading intervention program.
The participants in the study were comprised of low-income families with a variety of ethnic
groups including African Americans, Caucasian and Latino/Latina families. Results indicated
that children who were in the intervention program utilized evaluative devices in their narratives;
specifically internal states of characters and dialogue at the end of the Head Start year. (p. 10).
A study conducted by Huebner and Meltzoff (2005) examined the implementation of the
dialogic shared reading strategies to caregivers. The three different instructional methods were
a) in-person instruction with video training , b) self- instruction with the video with telephone
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follow up, and c) self instruction with video alone. Results showed that there were no significant
differences in the instructional method, but in-person instruction with video yielded the highest
results. The research that has been conducted on dialogic reading has supported the notion that it
can be used as an evidenced-based literacy intervention for typically developing children and
those who are at risk for being language delayed (Morgan & Meier, 2008).
DSSR has also been shown to be beneficial for those children who are at risk for literacy
development and need explicit vocabulary instruction. A study by Coyne, Simmons, Kame‟Enui
and Stoolmiller (2004), examined the effects of a storybook intervention program designed to
explicitly teach vocabulary to students who at risk for later literacy development. The two
intervention programs were the storybook intervention and an intervention that focused on
sounds and letters of a commercial reading program (Adams et al., 2000 as cited in Coyne et al.,
2004). Results showed a significant difference in vocabulary growth among the children who
were in the storybook intervention versus the control group focused on letter-sound relationships.
Although this was the primary finding, it should be noted that there was not a greater growth of
untaught vocabulary in the storybook intervention group when compared to the control group.
The compiled research has demonstrated that the facilitation of the specific DSSR
techniques have shown to promote vocabulary growth as well as expressive skills in children at
risk of later reading achievement and typically developing children. The interactive efforts
between the caregiver and child extends the boundaries of a typically reading session into a rich,
authentic literacy experience based on the principle of providing language feedback and
appropriate scaffolding of the child‟s reading efforts.
Engaging in Joint Reading
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Joint reading interactions between a child and caregiver benefit the child and can help
that child learn the foundations of literacy acquisition in a meaningful context (Bus, van
Ijzendoorn & Pellegrini, 1995). Children learn to read by actually reading and as they become
exposed to a variety of literature, this exposure facilitates intellectual growth and development
(Fitzgerald, 1993; Bus, van Ijzendoorn & Pellegrini, 1995). The current researcher of the present
study believes the concept of reading ties in all the componential parts of language which
include: phonology, syntax, semantics and pragmatics. Reading also makes children aware of
how written language is used to express thoughts and ideas as well as factual information.
Written language is intended for some purpose and children begin to understand that print has
meaning. Through shared reading experiences with their caregivers, children begin to acquire
written language through informal teaching with their caregivers (Senechal et al., 1998).
Children who are read to before formal schooling begins also build concepts of reading
(Senechal et al., 1998). Children who are read to daily usually have a positive attitude toward
reading and usually engage in reading more often than those children who did not read often
(Teale, 1984).
Technology and Literacy
In today‟s world, technology is becoming ever more pervasive in our everyday lives. .
However, studies that have incorporated technology and literacy are limited (Skouge, Rao &
Boisvert, 2007; Gentry, Chinn & Moulton 2004, 2005; Loeterman, Paul & Donahue, 2002).
Loeterman, Paul & Donahue, (2002), developed a multimedia literacy instruction tool
(Cornerstones) for hearing impaired children. Results showed that when using instructional
techniques that focus on the child‟s knowledge of vocabulary and what they do know and
understand along with technology support, students are able to develop their vocabulary and
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knowledge of words. The limitations to this multimedia tool, are that it is not an interactive
multimedia tool and it does not provide feedback for the child. Another drawback is that the
child needs to be fairly proficient in American Sign Language (ASL) to be able to use the
program. It is not sensitive to the child‟s pace of acquiring the language, thus it may be a
potential drawback if the child has yet to acquire the native language.
Because technology is advancing quickly and is a part of our everyday lives, it would be
expected that children are intrigued by the internet and have become familiar and proficient users
of technology. If studies can demonstrate that technology and literacy promote engagement of
books and learning of vocabulary, then we can implement these strategies with Hispanic parents
and children who are learning English as a second language (ESL).
Recent studies that have used enhanced technology to facilitate literacy development
have shown that time spent reading has increased and have reported vocabulary growth as well
(Mueller 2007; Mueller, Hurtig, Rochdi, Downey & Daugherty, 2006). The electronic media
that was used in the above studies is called the Iowa Electronic Book (E-Book) which was
developed by Hurtig and Mueller (2006) in the Assistive Devices laboratory at the University of
Iowa. In the current study, the Iowa electronic media software was used to create the
Spanish/English Bilingual E-Book. The Spanish/English E-Book was developed to be a
multimedia tool that creates electronic storybooks with an audio narration of the story (Mueller,
2006). The child has the ability to control the story and can progress at a pace that is
comfortable for him or her. The Spanish/English E-book is an interactive story that is loaded
onto a laptop computer and is activated when the child clicks on buttons or printed text on the
page (see Figure 1. for an example of the Spanish/English E-Book).
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Figure 1. Example of the Spanish/English E-Book.

The purpose of the current study is to investigate the implementation of dialogic shared
storybook reading techniques on the potential vocabulary growth of bilingual students and their
mothers with limited English proficiency and who are learning English as a second language.
Another area of investigation is the use of the experimental E-Book software to enhance the
shared reading experiences of bilingual Spanish/English children and their parents who have
limited English proficiency. The aim of this research project is to answer the following research
questions: 1. Does the implementation of Dialogic Shared Storybook Reading techniques across
different reading conditions contribute to vocabulary acquisition of ESL students, 2. Do ESL
students spend more time using the Spanish/English E-Books versus conventional English and
Spanish paperback books.
9

METHODS

Participants
After approval (161044-1) from the Institutional Review Board at the University of Texas
at El Paso was obtained, participants were recruited for the study. The participants were three
(n=3) first grade students (a convenience sample) who were learning English as a second
language and whose primary language spoken in the home was Spanish and their parents. The
children were recruited from an elementary school in El Paso, Texas. Fliers were given to
kindergarten and first grade bilingual classrooms from the above school. The parents who were
interested in participating in the current study contacted the researcher and were recruited. The
children‟s parents signed consent forms for both themselves and for their children, and the
children signed assent forms before participating in the study. The elementary school from
which the children were recruited has a 95% Hispanic Ethnic composition. 30.3% of the
students within that school district are considered to be Limited English Proficient (LEP) (TEA
2008). Two of the children were identical twins born at 33 weeks gestation with Cerebral Palsy
and the other child had no other concomitant disabilities (ADHD, autism, hearing impairment,
etc.) as reported by her parents.
Both of the twins (Y.A. & Y.E.) were seven-year, three-month-old first grade students.
The mother (Y.O.) reported that her daughters were diagnosed with Cerebral Palsy at birth.
Cerebral Palsy is a neurological disorder affecting muscle coordination and movement and is
usually diagnosed at birth and is caused by abnormalities in parts of the brain that control muscle
movements. Most individuals will live typical lives with no concomitant disabilities when early
treatment is initiated (National Institute of Neurological Disorders and Stroke, 2009).
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Both of

the girls had been in special educational classrooms since they began school at the age of five
and were receiving speech language pathology services. At the time the study began during the
current 2009-2010 school year, they were placed in a regular educational classroom with no
accommodations or the aid of a paraprofessional. The other female participant (J.R.) was a sixyear, six-month old first grade student who was a typically developing child as reported by her
mother.
All of the participants attend school from 7:40am until 2:45pm and are in a bilingual
classroom setting with the same instructor. The bilingual program is a one-way dual language
program. Dependent on the grade level, instruction can range from a 90/10 model which is for
kindergartners and first graders and then gradually progress through each grade level to a 50/50
model, which is for fifth and six graders. This means that 90% of the instruction is in Spanish
and the other 10% of instruction is in English (Torres-Guzman, 2007). The 10% of English
instruction within this program, and particular grade level at this school is science and any
external curriculum such as physical education and fine arts. This model is built on the premise
that the child never loses their dominant language, but yet fosters the English language for
academic success (Torres-Guzman, 2007).
The mother (Y.O.) of YA and YE completed two years of college education and was
attending a community college and taking English courses. Y.O. had completed four semesters
of English classes and continues to take English courses. Y.O. reported to read at least once a
day to the children at bedtime before the present study took place. JR‟s mother (A.A.)
completed 12 years of education and had no high school diploma or college education. A.A.
reported that she had been taking English classes at a community learning center but
discontinued taking courses due to becoming employed. A.A. stated that she read to her

11

daughter at minimum once a day before the study was initiated. Both parents reported
knowledge of basic computer operations which included turning on and off of the computer and
accessing Microsoft office software applications such as Microsoft PowerPoint and Microsoft
Word. The parents were not assessed using these specific software programs.
Table 1 Includes the participant‟s demographic information.
Participant
Y.A.

Gender
Female

Age
7;3

Grade
First

Y.E.

Female

7;3

First

Y.O. (Mother)

Female

26;7

2 years of college

J.R.

Female

6;6

First

A.A. (Mother)

Female

28;6

No high school diploma

Dialogic Shared Storybook Reading Training
The mothers received training on implementation of the Dialogic Shared Storybook
Reading (DSSR) techniques (Whitehurst et al., 1988; Zevenbergn & Whitehurst, 2003) through a
video session created by the experimenter and a question and answer session with the
experimenter. There were a total of three video training sessions throughout the course of the
experiment. The DSSR techniques that were obtained from Zevenbergen & Whitehurst (2003)
consisted of a total of nine techniques in which the first six techniques are usually implemented
by the parents with two-three year olds and the last two which are usually implemented with
four- five year old children. Although the suggested techniques did not match the ages for all
three of the participants in this study, they were implemented due to limited language proficiency
and limited vocabularies in both languages for all three of the child participants. One of the
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techniques also trained the parents to “have fun” but this particular technique was emphasized to
the mothers to implement during shared reading but was not scored for this experiment.
For the purposes of this study, the mothers were trained on all eight techniques which
included the following: 1) ask “what questions” and label and name objects in the book, 2)
follow questions with answers 3) repeat what the child says, 4) help the child as needed and have
them repeat answer, 5) praise and encourage, 6) follow the child‟s interest and encourage the
child to talk more, 7) ask open-ended questions, 8) expand what the child says and have them
repeat. A pamphlet was also provided to the parents explaining each of the techniques to utilize
and implement during the specific book condition along with a summary and explanation of
Dialogic Shared Storybook Reading for the parents to refer back to as the video was only made
available to them during experimenter visits. The techniques were separated in the following
manner: techniques 1-3 were implemented in the first reading condition, techniques 4 and 5 were
in the second reading condition and techniques 6-8 were implemented in the last reading book
condition.
The video used was created by the researcher during shared reading with a five-year-old
female to both explain the implementation of the above techniques and to ensure consistency in
the training with the two mothers. The video training sessions were conducted in the mother‟s
homes and were each 15 minutes in length. The video was paused for discussion, questions and
role playing. After the video training was completed, the mothers were asked to engage in
shared reading with their child while implementing the prescribed techniques. The researcher
provided feedback while the mother/child dyad was taking place. After the mothers
demonstrated sufficient and effective utilization of the techniques which was measured by the
parents using each of the specified techniques once during shared reading with their child during
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the video training session of the DSSR techniques, the researcher then provided the families with
the selected books. The video training sessions of the DSSR techniques did not exceed 45
minutes and each training session was performed once the families met exiting criteria and was
conducted before the families were placed in the new reading book condition.

Setting
The study was conducted in the participants‟ home. All children and their caregivers
were provided with two new books and two DVD-RW blank discs every three days in their home
or once exiting criteria was met for the specific condition. No independent reading by the
children was allowed, and the families were required to engage in shared reading a minimum of
once each day while videotaping the reading session, but as many times as they wished beyond
the required once daily reading.
The Spanish/English E-Books were loaded onto a Dell Inspirion Mini 9 laptop computer
which was loaned to the family during the study. The researcher demonstrated the operation and
use of the laptop Spanish/English E-Book as many times as necessary within one home visit to
ensure that the families were able to access and utilize the Spanish/English E-Books.

Design
The three different reading conditions that were used were 1.) Spanish/English E-Books,
2.) conventional English paperback books and, 3.) conventional Spanish paperback books. The
design was a within single-subject multiple baseline AB design across behaviors.
The reading conditions were counterbalanced to control for the implementation of the
DSSR techniques. This was implemented to observe if the DSSR techniques would impact
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vocabulary growth regardless of the reading condition whether the books were in English,
Spanish, or Bilingual E-Book. With this type of design each participant serves as their own
control and it is often used when studying multiple variables. (Martella et al., 1999).
The eight DSSR techniques were separated into each reading book condition and were
taught in the same order regardless of book condition. The first three techniques were taught to
the parents in the first condition, the next two were taught in the second and the last three
techniques were taught in the third reading condition. Exiting criteria to teach new DSSR
techniques was utilization of each technique five different times during one shared reading
session over three consecutive reading sessions.
YA and YE were both given the conventional Spanish paperback books first followed by
the conventional English books second and then the Spanish/English E-Books. It was necessary
for the sisters to experience the conditions in the same order as they were in the same house and
for the mother‟s ease. J.R. was first given the conventional English paperback books, followed
by the Spanish/English E-Books and finally the conventional Spanish books.
The procedures were adopted and modified from Roberts (2008). Similar to the Roberts
(2008) study, all children were administered standardized tests which included the PPVT-III and
TVIP as well as the six specific vocabulary words from each of the books. In the Roberts (2008)
study the two groups were counterbalanced in two, six week sessions in which the first group
received books in their primary language followed by the second six weeks in which the
participants were given English books.
In the present study, the reading conditions were counterbalanced and the participants
received the same books but in different order. After the participants received a different set of
reading books, they were re-administered the specific vocabulary from the books they had
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finished reading. Similar to the Roberts (2008) study, the parents were trained on the specific
assigned DSSR techniques prior to receiving the new set of books. At the end of the study, the
standardized tests were re-administered to all the participants.
Inter-rater reliability
In addition to the vocabulary measurements, data was obtained regarding the number of
occurrences for each of the techniques implemented by the parents. Point-by-point reliability
was obtained between the researcher and another graduate student for 25 percent of the
videotaped shared reading sessions obtained by the participants regarding the number of
occurrences for each DSSR technique utilized by the parents. The videos that were viewed by
the graduate student rater were interspersed throughout the study so that videos were taken from
the beginning, middle, and end of each condition. The inter-rater reliability was calculated by
totaling the number of occurrences for each specific techniques implemented for each rater, and
then dividing by the number of occurrences between the two raters for each specific DSSR
technique. For Y.O. there were a total of three reading sessions that were scored for the first
three techniques in the Spanish reading book condition, two reading sessions were scored for
techniques four and five in the English book condition and three reading sessions were scored for
techniques six through eight in the Bilingual E-Book condition, totaling eight sessions that
accounted for 25 percent of all reading sessions. Inter-rater reliability for scoring all the
techniques for Y.O. was 92% inter-rater reliability. Table 2 shows the scoring between the two
raters for each of the techniques implemented by Y.O.
Table 2. Point by point reliability of total number of occurrences for each specific technique
implemented throughout 25% of all reading sessions for Y.O.
Technique
First Rater
Second Rater
% Reliability
1
41
42
98%
2
27
30
90%
3
47
45
96%
16

4
5
6
7
8

7
9
22
38
35

7
11
20
40
36

88%
81%
91%
95%
97%

For the other mother, A.A., there were a total number of six reading sessions that were
scored, out of the total 29 reading sessions, accounting for 25 percent of reading sessions that
were scored for point-by-point reliability between two raters. There were a total of two sessions
that were scored for each of the techniques implemented throughout each reading book
condition. Inter-rater reliability for scoring of all the techniques was 92% between the two
raters. Table 3 shows the total number of occurrences of each technique that A.A implemented
for 25 percent of all reading sessions.
The scoring from rater 1 was used in the data analysis.
Table 3. Point by point reliability of total number of occurrences for each specific technique
implemented throughout 25% of all reading sessions for A.A.
Technique
First Rater
Second Rater
% Reliability
1
42
38
90%
2
20
20
100%
3
36
34
94%
4
10
9
90%
5
17
15
88%
6
14
15
93%
7
15
17
88%
8
10
11
91%
Measures
Pretest/Posttest Overall Vocabulary Test.
Spanish and English readability scales were used to determine the vocabulary from the
story books that was to be tested (Dale & Chaw 1948; Spaulding 1956). The readability scales
refer to the level of difficulty of vocabulary words in storybooks. Both language scales provide
17

lists of familiar or frequently used words. Vocabulary words from each of the storybooks were
chosen so that 80% of the words (five out of the six vocabulary items for each book) did not
appear on the lists. It was believed that the children would not be familiar with these vocabulary
items prior to engaging with the storybooks due to the difficulty of the vocabulary chosen. The
researcher added the sixth vocabulary item which did appear on the list to maintain attention
from the children.
The Spanish readability formula is a simple measure of vocabulary and sentence structure
that accurately predicts the relative difficulty of reading material (Spaulding 1956). The Density
list provided by the Spanish readability formula was constructed by using the decimal percentage
of words that are outside the 1,500 most frequent words of the Buchanan count which is a list of
word frequency in Spanish (Spaulding 1956). The English readability formula is based on the
percentage of unfamiliar words (as given by the Dale list) and is used to measure the grade-level
difficulty of reading materials. The Dale list of approximately three thousand familiar words
represents words that are known in text by at least 80% of the children in grade four (Dale &
Chaw 1948).
Before the Spanish/English E-Books, conventional English paperback books and
conventional Spanish paperback books were distributed to each of the children; the researcher
gave each child and mother a one-word receptive picture vocabulary pretest based on the
vocabulary items chosen from the two assigned books. There were a total of 42 vocabulary
words that were administered during each reading condition. The pictures that were used for the
vocabulary test were imported from the Mayer-Johnson Boardmaker v.6 CD (Mayer-Johnson,
2007). There were a total of three numbered illustrations on a page that included the target
vocabulary word and two foils. For example if the target word was “gym,” the three illustrations
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included a picture of a gym, a swimming pool, and a park. The researcher verbally produced the
target word and the child or mother either pointed to their response or verbally stated the number
of the illustration that corresponded to their response. Each target picture vocabulary word was
randomly positioned throughout each page and did not follow any sequence or pattern. The
child‟s and mothers responses were scored using a binary scoring system and were scored either
as correct or incorrect. After the end of each reading condition, the researcher then administered
the same picture vocabulary test including all 42 target vocabulary words again to the children
and mothers to analyze the acquisition of new vocabulary words. Appendix A provides a list of
the chosen vocabulary items for all the books.

Peabody Picture Vocabulary Test- III Edition (PPVT-III).
The PPVT-III is designed to measure an examinee‟s receptive one-word vocabulary in
Standard American English. It is also described as measuring the level of an individual‟s
vocabulary acquisition (Dunn & Dunn, 1997). The test consists of 204 English vocabulary
words. The examiner determines the examinees chronological age and begins administering the
vocabulary words that correspond to the examinees age. There are a total of four numbered
illustrations on the page. The examiner verbally produces the target vocabulary word and the
examinee must either point or verbally say the number that corresponds to one of the four
illustrations. The PPVT-III Form B was administered using standardized procedures to the
children and mothers before the experiment began to assess their receptive one word vocabulary
and compare their scores to typically developing individuals their same age. The results of the
PPVT-III allowed the researcher to gain baseline information regarding English vocabulary
knowledge. The PPVT-III Form A was administered to the child and mother again after the
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study to observe any changes in vocabulary knowledge. Form A was used to minimize testing
effects and was administered in the same manner as Form B.

Test de Vocabulario en Imagenes Peabody (TVIP).
The TVIP is the Spanish-Language version of the PPVT but the norm sample is based on
children from Mexico City, Mexico and San Juan, Puerto Rico. The TVIP measures an
individual‟s receptive vocabulary of single Spanish words (Dunn, Padilla, Lugo & Dunn, 1986).
The TVIP consists of 125 vocabulary words and is administered in the same manner as the
PPVT-III. The examiner starts to administer the target vocabulary word that corresponds to the
examinees chronological age. There are four numbered illustrations on a page. The examiner
verbally produces the target word in Spanish and the examiner must identify the Spanish
vocabulary word by either pointing or verbally say the corresponding number of one of the four
illustrations. The TVIP was administered as a pretest and posttest to the child and mother to
assess their receptive one word picture vocabulary in Spanish. The Mexican norms were used to
score the test.

Materials
A total of seven Spanish/English E-Books, seven conventional paperback English books,
and seven conventional paperback Spanish books were used for the study. The books chosen
contained narrative text which tells a story and has characters, setting and a plot and has a
beginning, middle and end versus expository text which is structured to describe or inform as in
a history book. The E-Books are designed to be read with the children and caregiver dyads the
same way one would read a conventional paperback book. The Spanish/ English E- Book also
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allows the caregivers to engage in shared reading despite the fact that they may be selfconscious, or insecure in their current literacy skills and abilities. The books chosen for the
Spanish/English E-Book were in Spanish and then translated into English by the researcher who
is a bilingual Spanish speaker and checked by a native Spanish speaker who was also a certified
Bilingual Speech Language Pathologist. The list of titles and authors are included in Appendix
B.
Each of the conventional English paperback and conventional Spanish paperback books
included a log sheet on the back of each book and each of the participants were given a
stopwatch that allowed for the participants and caregivers to track the amount of time spent
engaged in shared reading of a book. The stopwatch tracked hours, minutes and seconds. The
Spanish/English E-Book automatically logs the amount of time spent reading each of the EBooks. The battery adapter was given to the participant to charge the laptop.
A Canon DC 310 camcorder along with Sony DVD-RW 30 minute discs were provided
to the families to videotape each reading session. The battery adapter was also provided to the
families so they would charge the camcorder. The mothers were taught how to operate the
camcorder and initialize the DVD discs for recording during the first family visit. The families
were given two new DVD-RW discs during each family visit and the recorded discs were
obtained for data analysis.

Procedures
Once all possible participants were identified, all children and their caregivers were
administered the PPVT-III (Dunn & Dunn 1997) and the TVIP (Dunn, Padilla, Lugo & Dunn
1986). The standardized tests were then scored and analyzed. Baseline data was collected at the

21

participants‟ homes during the initial visit. The mothers and their children were asked to engage
in shared reading of three Spanish/English E-Books, three conventional English paperback
books, and three conventional Spanish paperback books. Each reading session was video
recorded to obtain baseline measures regarding the use of any shared reading techniques. The
video recordings were obtained for scoring and analysis.
During the second visit the children and their mothers were assigned to one of the three
book conditions. The researcher then met the families in their homes and distributed two
conventional Spanish paperback books and two conventional English paperback books to each of
the families accordingly. The parents received training on the first three DSSR techniques (1-3)
with a 15 minute video training session. Role playing occurred and the mother‟s questions were
answered during the training session. The researcher then analyzed and assessed the mother‟s
utilization of the techniques during shared reading of a conventional paperback book with the
children to ensure that the mother‟s understood the techniques and would implement the DSSR
techniques successfully and accurately in future reading sessions with their children.
The researcher provided the Canon camcorder along with two blank DVD-RW discs and
the mothers were taught how to operate the camcorder. The researcher administered the 12 item
vocabulary picture word test for the two books for each of the participants and their caregivers
depending on which reading condition the participant was in.
The guidelines were then explained to the children and their mothers. They included
reading each of the books as often as they wished but to video record one shared reading session
daily while implementing the DSSR techniques. The researcher explained to the children and
mothers that they were to engage in reading the books together and never individually. The
families were also given a stopwatch and shown the log sheet in the back of each book, with the
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exception of the Spanish/English E-Books which automatically tracks and logs the amount of
time spent reading each book. For every third day visit, a new 12 item receptive vocabulary
picture word test was administered for the two new books, new log sheets were distributed
(except when reading with the E-Book), and two new blank DVD-RW discs were given to the
families. Any questions the mothers or children posed were answered.
After the mothers utilized each of the first three DSSR techniques five times during a
reading session over three consecutive sessions, the mother and child were re-administered the
entire 42 item receptive vocabulary picture word test from the assigned books to measure
vocabulary growth. Then, the mothers were taught two new DSSR techniques (4-5) through a 15
minute DSSR training video session. The training video was paused for discussion and role
playing. The same procedures were implemented to ensure that the mothers would implement
and utilize the new DSSR techniques in the new reading condition. For example, if the family
received the conventional Spanish paperback books first, they then received the English
paperback books. The third day home visits continued and same procedures were implemented
during the visit. Once the families met the exiting criteria for the second time, they were placed
in the final reading condition and were taught the last three DSSR techniques (6-8) with the same
training video and same procedures were implemented. During the last home visit, posttests
were administered which included the PPVT-III (Dunn & Dunn, 1997) , TVIP (Dunn, Padilla,
Lugo & Dunn, 1986) and the 42 item picture vocabulary test for the specified reading condition.
The study did not exceed six weeks. Data was then gathered and analyzed for interpretation.
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RESULTS
Parent Training of DSSR Techniques
The mother‟s (Y.O.) acquisition of techniques was divided into three reading conditions.
The first reading condition in which the first three DSSR techniques were taught to Y.O. was
conventional Spanish books, followed by the next two DSSR techniques which were taught in
the conventional English paperback book reading condition, and finally the last three DSSR
techniques were taught in the Bilingual E-Book condition. Figure (2) shows the acquisition of
the DSSR techniques.

Figure 2. The acquisition of the eight DSSR techniques for YO in three different reading
conditions which included first the conventional Spanish books, conventional English
books, and the Bilingual E-Books.
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During baseline for the first three sessions in each of the three reading conditions, Y.O.
did not use any of the eight DSSR techniques while engaged in shared reading with her
daughters. After training of the first three techniques, YO utilized the third technique the most
which was to „repeat‟ what the child verbalizes to reinforce that they are correct. After a period
of eight sessions, the mother‟s utilization of the first techniques appeared to stabilize across all
three techniques and she finally met criteria. During baseline of the fifth technique, Y.O. began
to use „verbal praise‟ without formal training from the researcher during shared reading with her
daughters. The mother‟s use of technique four which was „help child as needed‟ was most
utilized when Y.A. and Y.E. were having difficulties understanding the concepts or definitions of
the text. „Verbal praise‟ was used consistently throughout the conventional English book
condition.
It should be noted that although the family was reading in the conventional English
paperback book condition, the mother directly translated the English text to Spanish while
engaged in shared reading with her daughters and discussed definitions and concepts in both
English and Spanish. Y.O. scarcely implemented techniques six through eight after she was
trained on the techniques then sporadically utilized techniques seven and eight often during the
29th session and then all techniques were gradually utilized across the rest of the sessions until
Y.O. met criteria.
The effect size was calculated using the percentage of nonoverlapping data (PND) (Olive
& Smith, 2005). The overall treatment change for all the techniques over all the reading
conditions was 0.97 which shows that the treatment was highly effective.
The other mother (A.A.) utilized the same techniques in the same order as the other
family but the reading conditions were counterbalanced to control for the language being used in
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the reading condition in which the eight different techniques were to be implemented. The first
reading condition was conventional English paperback books, followed by the Bilingual EBooks and finally the conventional Spanish books. Figure 3 shows the acquisition of the eight
DSSR techniques for A.A.

Figure 3. Acquisiton of the eight DSSR techniques across three different reading
conditions which included first conventional English paperback books, Bilingual EBooks, and finally the conventional Spanish paper back books for A.A.
During the first three baselines of the eight DSSR techniques, A.A utilzed the first
technique which was „labeling and asking simple questions‟ on three different occasions, the
third technique which was „repeating what the child says‟ on two different occasions, and the
fourth technique which was „help the child as needed‟ on four different occasions during the first
three baselines. As can be noted from the above graph, A.A. started to gradually generalize
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technqiues four through eight without any formal training from the researcher. During treatment
of the first three techniques which was the conventional English paperback book condition, A.A.
was continously using the first three techniques often then gradually decreased the
implementation of the three techniques and finally, consistently used the three technques during
shared reading until she met criteria. It can also be seen that the utilization of the techniques
consistenly began to increase. It should be stated that while in the conventional English
paperback book condiditon, A.A. first read the text in English and then translated it to Spanish
whild engaged in shared reading with J.R. For the implementation of techniques four and five,
the same effect was observed for this family although they were in a different reading condition
which was the Bilingual E-book condition. A.A. did not utilize these two techniques as often as
the other techniques but consistently and gradually increased the implementation of these
techniques until meeting criteria. Finally, in the last reading book condition which was
conventional Spanish paperbooks, A.A. appeared to implement techniques six which was
„following the child‟s interest‟ and seven which was „asking open-ended questions‟ most often.
The last technique which was „expand what the child says‟ was used consistently throught the
reading sessions but not as often as techniques six and seven.
Effect size was also computed for A.A. across all techniques within all reading
conditions. Treatment change from baseline to treatment using PND was 0.95 which was also
highly effective for A.A.
Vocabulary Acquisition Measures
The vocabulary gains made in English, Spanish or both by the children and mothers were
measured by administering the PPVT-III, TVIP, and the selected vocabulary from each of the
books that were read as a pretest and posttest measure. The standardized assessments which
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measured receptive vocabulary in both English and Spanish were the PPVT-III and TVIP were
administered before the experiment began and again after the experiment ended. Table 4 lists the
standardized scores and percentile ranks of the mothers and the children at pre-test and post-test.
It should be noted in the table that due to a scoring error by one of the researchers, pre-test
measures for the PPVT-III for three of the participants were not obtained.
SPSS statistical software was used to compute Wilcoxon Signed Ranks tests between two
related variables which in this test were the standardized scores from the PPVT-III for A.A. and
J.R. There were no statistically significant differences between pretest and posttest scores for the
family. Two-tailed score revealed .180 (p < .05) with Z- score of -1.342 which showed a
negative regression that was not statistically significant. The other standard scores were unable
to be computed for the other family due to scoring error. For the TVIP, when computing the
Wilcoxon signed ranked test for each family as a unit, there were no statistically significant
differences between pre and post standardized scores for the TVIP. Two tailed test results for
Y.O., Y.A., and Y.E. (family 1) were .285 (p<.05) and two-tailed test for A.A. and J.R. (family
two) were .317 (p<.05).
Table 4. Standard scores and percentile ranks for one word receptive vocabulary of all
participants at pre-test and posttest for the PPVT-III and the TVIP.
Participants

Pre-Test (English)
PPVT-III (Form B)
SS& Percentile

Post-Test (English)
PPVT-III (Form A)
SS & Percentile

Y.O. (mother)
90/ 25%
Y.A. (child)
40/ <.01%
Y.E. (child)
40/ <.01%
A.A. (mother)
69/ 2%
43/ <.1%
J.R. (child)
66/ 1%
65/ 1%
- Standard score was not able to be computed.

Pre-Test (Spanish)
TVIP
SS& Percentile

Post-Test (Spanish)
TVIP
SS& Percentile

121/ 93%
77/ 5%
79/ 8%
111/ 77%
124/ 95%

115/ 85%
91/ 25%
98/ 43%
111/ 77%
109/ 73%

For the specific vocabulary measures, there were a total of 6 vocabulary words either in
Spanish, English or both for each book depending on the reading condition. The pre-test
vocabulary measures were administered every time the participants received two new books.
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The post-test vocabulary test was administered only on the books read in that specific reading
condition after they met criteria for the DSSR techniques. The maximum number of vocabulary
items that could have been administered for each reading book condition was 42 words. For the
first family, they read six books in Spanish, all seven books in English and all seven books for
the Bilingual E-Books. Y.O. remained the same at pretest and posttest for the Spanish specific
vocabulary, increased from pretest to posttest for the English specific vocabulary by two percent
and decreased in both English and Spanish specific vocabulary for the Bilingual E-Book
condition from pretest to posttest by two percent. The first child Y.A., increased her specific
vocabulary for the Spanish book condition from pretest to posttest by two percent, increased her
specific vocabulary in English by 20 percent, and increased her specific vocabulary in English
and Spanish in the Bilingual E-Book condition by 26 percent. The second child Y.E. increased in
specific vocabulary in Spanish from pretest to posttest by nine percent, increased in specific
vocabulary in English from pretest to posttest by 19 percent, and increased both her English and
Spanish in from pretest to posttest in the Bilingual E-Book condition by seven percent. The
following graphs in figure 4 and 5 show pre-test and post-test measures for the specific
vocabulary words from the selected books in that specific reading book condition for all
participants.
When using the SPSS software to compute the Wilcoxon Signed Rank Test for the
specific vocabulary measure, raw scores were used from the specific vocabulary measure. The
two-tailed measures for each of the families in the specific Spanish, English, and Bilingual EBook conditions were not significant. Table 5 shows the results obtained for each of the families
as a unit for the specific vocabulary measures in English, Spanish and Bilingual E-book.
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Table 5. Two-Tailed Wilcoxon Signed Ranked Test for both families for specific vocabulary
pretest and posttest in English, Spanish, and Bilingual E-Book.
Family 1
Family 2
a
Spanish
.180/ Z -1.342
.180/ Z -1.342 a
a
English
.102/ Z -1.633
.180/ Z -1.342 a
Bilingual E-Book
.285/ Z -1.069 a
.180/ Z -1.342 a
a- based on negative ranks
b- p<.05
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Figure 4. Pre-test and Post-test measures on specific vocabulary from assigned books
from each reading book condition for the first three participants.
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Figure 5. Pre-test and Post-test measures on specific vocabulary from assigned books
from each reading book condition for the last two participants.
The only statistically significant difference that was found from the Wilcoxon Signed
Ranked test between two related variables on the specific vocabulary measures was in the
English vocabulary condition. As a group for all participants (n=5), there was a significant
difference from pretest to posttest on the specific English vocabulary measure. Two-tailed test
revealed .041 (p<.05), Z -2.041 with all five participants receiving postive ranks.
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Within the second family, which included the mother (A.A.) and the child (J.R.), both
increased their scores from prettest to posttest both in English and Spanish when reading in the
Bilingual E-book condition and in Spanish. Specifically, A.A. increased by seven percent from
pretest to posttest in the English specific vocabulary, then increased by three percent in both
English and Spanish in the Bilingual E-book condition and finally, increased by four percent
from pretest to posttest in specific vocabulary in the Spanish book condition. J.R. increased from
pretest to posttest in English for the specific vocabulary by two percent, increased by 19 percent
in both Spanish and English in the Bilingual E-Book condition from pretest to posttest, and
increased by 17 percent in specific vocabulary for Spanish from prettest to posttest. For this
family, they read a total of six books in the English condition, four books in the Spanish
condition, and all seven books in the Bilingual E-Book condition.
Time Engaged in Shared Reading
During the six week study, Y.A. and Y.E. spent a total time of six hours, 42 minutes and
39 seconds engaged in shared reading of conventional Spanish paperback books with their
mother Y.O., 10 hours, 37 minutes, and seven seconds engaged in shared reading of
conventional English paperback books, and nine hours, 36 minutes, and 56 seconds engaged in
shared reading of Bilingual E-Books. On average the family spent 12 minutes and 35 seconds
for each lap reading of conventional Spanish paperback books, 13 minutes and 51 seconds for
conventional English paperback books, and 15 minutes and 36 seconds with the Bilingual EBooks. Y.O. and her family read and video recorded each of the assigned books daily for a total
of six weeks. The following table list specifically list the amount of time engaged in shared
reading.
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Table 6. Total time spent reading and average time per reading session under each reading book
condition for Y.O. family
Reading Condition
Total Time Reading
Average time/ reading session
(hour/minute/second)
1. Spanish
6:42:39
0:12:35
2. English
10:37:07
0:13:51
3. E-Book
9:36:56
0:15:36
The second family spent a total of four weeks in the study engaged in shared reading of
the assigned books and video recorded each reading session daily. J.R. spent a total amount of
six hours 53 minutes and three seconds engaged in shared reading of conventional English
paperback books with her mother A.A. For the Bilingual E-Books, J.R. and A.A. spent a total of
nine hours, zero minutes and two seconds engaged in shared reading, and a total time of six
hours, 16 minutes and 43 seconds engaged in shared reading of conventional Spanish paperback
books. Each lap reading session for each reading condition varied. On average J.R. and A.A.
spent 24 minutes and 28 seconds reading each conventional English book, 20 minutes and zero
seconds reading each Bilingual E-Book, and 20 minutes and 56 minutes reading each
conventional Spanish Book. The following table list the total times engaged in shared reading
during each reading condition along with the average amount of time spent during each lap
reading session.
Table 7. Total time spent reading and average time per reading sessions under each reading book
condition for A.A. family.
Reading Condition
Total Time Reading
Average time/ reading session
(hour/minute/second)
1. English
6:56:03
0:24:28
2. E-Book
9:00:02
0:20:00
3. Spanish
6:16:43
0:20:56
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DISCUSSION
Dialogic Storybook Shared Reading (DSSR)
Upon analyzing and interpreting the above data the following conclusions were reached.
Dialogic Storybook Shared Reading (DSSR) techniques can be taught as a training tool to
parents, teachers, literacy coaches, and special educators in as little as four to six weeks with
typically developing children as well as children with literacy difficulties, language delays and/or
disorders, and communication impairments at any age level (Hargrave & Senechal, 2000). The
eight techniques were divided into three-two-three due to the complexity of the techniques and
the level of responsibility of the parent and child. The first five techniques are typically used
with two and three year olds and the last three techniques are typically used with four and five
year olds (Zevenbergen & Whitehurst, 2003). The first three techniques place more
responsibility on the parent and less on the child while engaged in shared reading. Techniques
four and five appear to be transitional techniques for the child as well as the parent. As can be
seen from the graphs, the children did not require much clarification on the concepts or
definitions of the text. The parent gives verbal praise and encourages the child to expand their
verbal utterances and to help the child when they encounter difficulties comprehending the text
or certain vocabulary words.
In the current study, the techniques were taught to the parents in the same order
regardless of the reading book condition and the results yielded the same effect. The number of
occurrences of „helping the child as needed‟ technique was not utilized as often as the other
techniques and this may have been attributed to the difficulty and the quality of the question
asked to the child. The child may have fully understood the overall storyline of the book and
may have been highly engaged in the story, thus the utilization of helping the child was not
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needed as often as the other techniques or the difficulty of the question asked to the child may
have been very concrete and less complex. So, the transitional techniques which were
techniques four and five were not utilized as often as the other six techniques. The last three
techniques placed most of the responsibility on the child rather than the parent. Parents needed
to follow the child‟s interest and expand the child‟s verbal utterances along with asking „openended‟ questions, and two of the three techniques are elicited when the child comments on the
pictures and/or story.
Another trend that was observed during the parents training of the DSSR techniques in
each reading book condition was that the parents used the recently trained techniques often while
engaged in shared reading. Eventually, it seemed as though the parents found when it was most
effective and efficient to use the techniques during shared reading versus using them all the time
when it may have not been necessary. This was shown by an initial decrease in the number of
occurrences the techniques were used, and then a gradual increase in the consistency of
technique use. This may be attributed to first trying to implement the techniques correctly and
observing how the child responded to the techniques and then gradually becoming comfortable
and consistent in eliciting the techniques while engaged in shared reading until meeting criteria.
Although the data is not shown, both parents still continued to carryover the learned techniques
from the previous training sessions into the new reading condition which shows that the other
techniques were maintained and implemented into the new reading condition along with the
newly trained techniques.
All children in both families began to increase their expressive language during the
second reading condition. Y.A. and Y.E. began to verbally participate and expanded their verbal
utterances during shared reading and before going into the final reading condition, the mother
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began to elicit the untrained techniques. The same effect was noted with the other child
participant J.R. although her baselines in the third reading condition began to gradually increase
before formal training of the last set of techniques. J.R. began to voluntarily read the text with
her mother and slowly began to take turns with her mother reading the story as the study
progressed. This was the rationale for implementing the techniques in the first place, so that
overtime, the child became the storyteller versus the mother simply reading the story (Whitehurst
et al., 1988; Zevenbergen & Whitehurst, 2003;). This was not noted in the other family but Y.A.
and Y.E. began to increase their verbal utterances and this was noted as improvement prior to
beginning the study.
Overall, the DSSR techniques appeared to be implemented successfully and maintained
over the three reading conditions. The transition from the mother having most of the
responsibility while engaged in shared reading and then gradually the child having most of the
responsibility was observed in the current study.
The first research question asked was: Does the implementation of Dialogic Shared
Storybook Reading techniques across different reading conditions contribute to vocabulary
acquisition of ESL students? The impact the DSSR techniques had on vocabulary acquisition
played a major role in this study; specifically, one-word receptive vocabulary in English, Spanish
or in both English and Spanish while in each reading condition. The standardized measures
which were the PPVT-III and TVIP did not reveal any statistically significant differences
between pretest and posttest. This was expected due to the time length of the study. These
results are similar to other studies (Whitehurst et al., 1994a; Whitehurst et al., 1994b;
Whitehurst, 1988; Hargrave & Senechal, 2000).
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Although the pretest and posttest vocabulary measures were an important variable in the
study, it was a separate measure from the within the single-subject AB design. The vocabulary
was measured over time and as results indicated, participants did improve on their specific
vocabulary scores but the only statistically significant difference observed with the Wilcoxon
Signed Ranked Test was in the English vocabulary measure, all participants as a group improved
on their English vocabulary significantly. The non-standardized overall specific vocabulary test
is a better representation of the vocabulary growth of the participants when compared to the
standardized vocabulary measures in English and Spanish because the stimulus vocabulary
words were from the assigned books. This information lends further support that engaging in
shared reading will promote language development in either Spanish or English considering the
language of the book the child is reading. The children in the Roberts (2008) study were reading
Spanish books at home and engaging in shared reading in English at school and the participants
still acquired new English vocabulary words. Engaging in shared reading with caregivers even
for a short amount of time using the DSSR techniques will benefit any child regardless if they
are monolingual children or ESL students.
Vocabulary Acquisition
Engaging in reading with a caregiver in the home environment will promote vocabulary
development even if the child has never had any experience with shared reading and has
difficulties reading. The training of the DSSR techniques can be a tool used to teach parents how
to engaged in shared reading with their child whether reading conventional English and Spanish
books or bilingual books. The hopes are that overtime the DSSR techniques will carryover to the
child and that they can self elicit these same techniques as they progress through their literacy
experiences. This information may be beneficial for Hispanic students who are considered to
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have Limited English Proficiency (LEP). Repeated exposure to the books may have facilitated
an increase in English and Spanish vocabulary. This could be attributed to being interested in
the books and devoting the time to engage in shared reading. When comparing the overall
growth of the specific vocabulary measures, these results are consistent with Muller (2007).
Time Engaged in Shared Reading
The second research question posed was: Do ESL students spend more time using the
Spanish/English E-books versus conventional English and Spanish paperback books. When
considering the amount of time engaged in shared reading in all three reading conditions, there
was not a trend found for most time spent in shared reading between the families. It was
hypothesized that both families would spend the most time reading the Bilingual E-Book
condition due to the technological properties of the book along with the child‟s interest in
technology. Although, the use of enhanced technology may prove to be beneficial to engage
children and keep them highly motivated to read. The total amount of time varied across
participants in each reading condition. This may be attributed to interest of books that the
children favored. The families may have preferred the books in one condition versus the others
which caused the variation of total time spent engaged in shared reading. It was believed that the
families would spend the same amount of time reading each book across the three different
reading conditions even though one may assume that the time spent in the Bilingual E-books
would be skewed because the audio narration was in both English and Spanish. This finding was
also confirmed when analyzing average time per reading session for each family under the three
different reading book conditions. The average time for each lap reading session was typically
the same across the three different reading conditions respectively for each of the families.
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In conclusion, the data anecdotally suggests that the facilitation of DSSR techniques
while engaging in shared reading experiences with caregivers and having repeated exposure to
books increases there overall language growth and their participation while being provided with
the feedback and support from a caregiver. As the current researcher observed, J.R. began to
take turns reading with her mother A.A. While engaged in conversation with her mother, J.R.
was enriched with language and she was often corrected for her grammatical errors in Spanish as
well as being exposed to new vocabulary words. The interaction was at the child‟s pace and
therefore J.R. may have felt comfortable engaging in conversation and asking questions. These
results cannot be generalized across different participants but it is believed the same observations
would be noted.
The above results show that regardless of the language of the book, parents can enhance
the experience of reading with their children through the training of the DSSR techniques, just by
commenting on the pictures in the book or creating their own story. This engagement and
exposure to rich language through the interaction of shared reading benefits students and this will
later facilitate reading proficiency and academic success. Parents can learn how to engage with
their child during shared reading of picture books and feel comfortable using their primary
language although the language of the book may be different from their native language.
Finally, specifically regarding the Hispanic population, increased shared reading experiences
(Spanish or English) may improve circumstances by improving reading ability which can impact
language development, academic achievement, vocational success, and ensure improvement in
health literacy skill and overall health condition.
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LIMITATIONS
One limitation of single-subject research design is generalization of behaviors across
participants may be limited (Martella et al., 1999) A single-subject research design has the least
level of evidence in the evidence hierarchy. (Reilly, Douglas & Oates, 2004). The Hawthorne
effect may have been a concern due to the participants being video recorded daily. Their
behavior may have changed during recorded sessions.
A follow up video session of the parents engaging in shared reading utilizing the DSSR
techniques would have been beneficial to observe if the parents maintained proper
implementation of the specific techniques.
The researcher was not able to identify if there was a statistically significant difference
between vocabulary acquisition and time spent reading across each of the reading book
conditions. Due to scoring error on one of the standardized measures for one word receptive
vocabulary, proper statistical analysis was not conducted for one of the families.
Another limitation was the selection of vocabulary. The selection of the overall
vocabulary test for the books was based on researcher selection using the reading predictability
scale in English and Spanish (Dale & Chaw 1948; Spaulding 1956). A different researcher may
have included different words that may have been either easier or more difficult than the
vocabulary words selected by the current researcher. Standard scores were not able to be
obtained due to the setup of the specific vocabulary protocol. Percentage correct was the
measure used to assess vocabulary growth. The raw scores from the specific vocabulary
measures were used to compute the Wilcoxon Signed Ranked Test. Regarding the standardized
vocabulary tests, the children and mothers may have remembered the answers from the pretest of
the TVIP and the overall specific vocabulary from each of the selected books.
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A potential limitation was the book logs that were included in the back of each
conventional English and Spanish paperback book. The mothers may have not reported the
correct time spent reading when not video taping the reading sessions and the times may have
been misleading and not accurate.
Another limitation of this study was there was not an expressive vocabulary standardized
measure to observe increases in vocabulary use and mean length of utterance from pretest to
posttest. This information is useful for story comprehension and production. Had the researcher
used an expressive language measure, results could have revealed an increase in appropriate and
effective language use and production. This measure may have also shown growth, acquisition,
and proficiency in their native language as well as their second language which in this study
would have been English.

FUTURE TRENDS
More research is needed to confirm that DSSR techniques are beneficial for vocabulary
growth and development. A randomized control trial that includes a homogeneous experimental
DSSR group and a control group would add to the growing body of literature regarding shared
reading and vocabulary development. A written story retell analysis from the participants should
be analyzed to see if children carryover learned vocabulary in either Spanish or English in their
writing. Researchers could use the University of Iowa CLIMBERS project to analyze the
corpus. A survey should be given to the participants and caregivers to rate the effectiveness of
acquiring new vocabulary words and the effectiveness of the study in stimulating their interest in
engaging in writing and shared reading in the home environment. Proper statistical measures
will be used to analyze the data and identify if there is a statistically significant difference
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between using technology versus conventional English and Spanish paperback books to enhance
vocabulary acquisition and time spent reading of ESL students.
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APPENDIX A
English Books
SLOPE
TISSUE
MUFFLER
ANKLE
WRESTLED
GOWN
BALANCE
SPINE
SOMERSAULT
PHOTOGRAPHER
CARTONS
PIPE
LUNCHBOX
DETECTIVE
WEREWOLVES
CACTUS
VAMPIRE
SHED
MOUTHWASH
MATCHBOX
SYRUP
PROPELLER
SUITCASE
JAR
CRANE
BLIZZARD
GANGPLANK
JEWEL
ICEBERG
BRIDGE
ATTIC
CRUCIFUX
SHAWL
HEARTH
MERCHANT
KITCHEN
TORNADO
REFRIGERATOR
JELLO
HURRICANE
HAMBURGER
CEILING

Storybook Vocabulary Test Items
Spanish Books
CANICA
RELAMPAGOS
ESPOLON
COLINA
MERIENDA
PIEDRA
RAMILLETE
SUETER
LONA
BARBILLA
CASETE
LAZO
ALDEA
POZO
ARCONE
EDREDON
CALDERO
CALLE
HOGUERA
MADRIGUERA
SELVA
NIDO
CHARCO
RAMA
ZARZAMORAS
ZIPER
TRONCO
HORNO
CENA
BOSQUE
ALUMNO
PIZARRA
BANDEJA
AJEDREZ
TIZA
ESCUELA
ARENA
MANECILLA
PLATANO
DESAYUNO
BURRO
RELOJ
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Bilingual E-Books
English Words
GROUND HOG
MUSSEL
CRIB
CROCODILE
APPALUD
BELLY
COSTUME
SOWN FIELD
MECANICAL
FANG
WART
FOX
BRAID
JERSEY
PARTY
CYPRESS
FESTIVAL
RIBBON
FUNNEL
SWEETSHOP
MARSHMALLOW

Spanish Books
MARTILLO
TAMBOR
PERIODICO
JAULA
MEDICINA
INTERROGAR
HUELLA
CHOZAS
OJOS
MATORROS
POSTRE
NUEZ
MUNECA
JABON
AULA
MAPA
COMETA
PEGAMENTO
GRANJA
YERBA
MONTANAS
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APPENDIX B
List of Books Used
Please note that the books used for the Spanish/English E-Books were translated into English by
a certified Bilingual Speech Language Pathologist who was also a native Spanish speaker.
English Books

Spanish Books

Brave Irene
William Steig

Silvestre y la Piedrecita Magica
William Steig

The House on East 88th Street
Bernard Waber

Ruby Mono Ve, Mono Hace
Peggy Rathmann

Octavius Bloom and the House of Doom
Erik Brooks

Sopa de Piedras
Marcia Brown

The Small World of Binky Braverman
Rosemary Wells & Richard Egielski

Franklin se Pierde
Paulette Bourgeois & Brenda Clark

Call Me Ahnighito
Pam Conrad & Richard Egielski

El Nino Nuevo
Katie Couric

Adelita: A Mexican Cinderella Story
Tomie de Paola

El Misterio del Tiempo Robado
Sarah Corona & Martha Aviles

Cloudy with a Chance of Meatballs
Judi Barrett

Por que zumban los mosquitos en los
oidos de la gente
Verna Aardema

Bilingual E-Books
Alerta! Bebe Ataca!
Fanny Joly & Roser Capdevila
Que es ese Ruido Isabel?
David Mckee
Juanito Jones: Un Terrible Gigante
Ricardo & Otro Alcantara
El Grufalo
Julia Donaldson & Axel Scheffler
Una Nina Maleducada
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Babette Cole
El Festival de Cometas
Leyla Torres
Santino el Pastelero
Asun Balzola
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